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Early career teachers (ECTs) face a number of challenges, and in this study, generative 
dialogue was introduced as a framework to provide support for ECTs. A review of the literature 
on ECTs indicates that support plays a critical role in addressing the challenges they face, and 
that factors such as isolation and connection, professional learning, and teacher dialogue all 
relate to this issue of support. This study applies a generative dialogue framework to a series of 
dialogue sessions where ECTs engaged in conversations with one another about teaching and 
learning. The ECTs in the study were asked about their perceptions of support before and after 
the sessions, and then were interviewed after the final generative dialogue session. These 
teachers spoke about the challenges they face as ECTs, and they explained the importance of 
dialogue, collegial relationships, professional learning, and personal growth as it related to the 
implementation of generative dialogue. Finally, a series of next steps were identified in 
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In my 14 years of experience as a Humanities teacher at a large secondary school in the 
Fraser Valley in British Columbia, I have witnessed tremendous growth and change in our 
school. As our student population has increased from 900 to over 1300 students in the past three 
years, we have welcomed many new teachers as well. However, with this growth, opportunities 
for connection, conversation, and collaboration with the Early Career Teachers (ECTs) in the 
school have been inconsistent. As I have stepped into a new role as a lead teacher for the English 
Department, I have become interested in whether the ECTs in my department feel connected and 
supported. Over the past decade, I have also been a teacher mentor for eight teacher candidates 
and have wondered about their transition to the teaching profession and the support that they 
need. A review of the literature shows that teacher attrition is a widespread problem, and 
researchers have often found that early career teachers (ECTs) identify a lack of support as a 
major issue (Kutsyuruba et al., 2019; Taylor et al., 2019). Additionally, the literature points to a 
need for ECTs to connect and have opportunities to talk to each other (Mazurkiewicz, 2004; 
Wong, 2004). My experiences and observations have motivated me to determine if this is an 
issue at my school, and to find solutions and strategies to improve this situation. As such, my 
inquiry question for this study was, “How can implementing generative dialogue impact early 
career teachers’ perceptions of support?” 
My Own Educational Journey 
Alone we can do so little. Together we can do so much. 
- Helen Keller 
Helen Keller was a remarkable person who learned to communicate with others though 




about the teacher who worked so closely with Helen, focusing on her strengths to help her learn 
to communicate. At first, Helen was completely isolated from the world, but her teacher became 
a dedicated teammate who worked alongside her, encouraged her to never give up, and helped 
her achieve incredible things. For me this quote connects to the idea that as educators we can 
achieve so much more if we work together, and that collaboration and support can reduce 
isolation that can occur in our profession. 
Similarly, I have always loved being part of a team. From an early age, I knew I wanted 
to be a teacher, and at some point, I realized that the lessons I was learning as an athlete, and 
then as a coach, would be invaluable as a teacher. When I think about the elements of an 
outstanding sports team, there are many parallels to having an amazing team of educators in a 
school. Respect, motivation, communication, work ethic, resiliency, dedication, passion, and the 
desire to keep getting better – all of these are lessons that I learned as a young athlete and have 
carried with me into my coaching career. Yet perhaps above all else, what I remember the most 
is the relationships that were built as we worked to help each other achieve our very best. 
However, a team will fall apart if there is a lack of trust, there is no clear focus, or members do 
not uphold their part of the work. It takes work to build a strong team, but the relationships and 
support that develop can benefit everyone on the team. 
As a teacher, my best experiences have involved being a part of a teaching, coaching, or 
leadership team. I have worked in both middle and secondary schools, and I am a firm believer 
in the power of working as a team to achieve a common goal. These experiences have provided 
me with opportunities to work alongside incredible educators and to co-plan lessons, units, and 
programs. Additionally, I have had opportunities to implement project-based learning, teach 




educators, and work on place-based learning initiatives. Through these experiences, I have come 
to value relationships rooted in trust, and realize the bonds of these relationships can last well 
after the work as a team is finished. I believe it is essential to discover and honour the gifts and 
talents of each person on the team, and to give everyone a chance to contribute in a meaningful 
way.  
As an ECT I was fortunate to work with inclusive and welcoming educators who made 
me feel valued and supported. During my first year of teaching, both as a teacher on call and 
while in short-term placements, I had experienced teachers reach out to help me, and I built 
relationships with teachers in several schools in the district. In my first full year contract, I was 
hired at a middle school which had a well-established pod structure. This meant that although the 
school had close to 800 students, it was divided into smaller groups of approximately 250 to 300 
students. From the first day I arrived, I was partnered with a math teacher, a science teacher, and 
a counselor/learning assistance teacher. We had common prep times and met regularly to discuss 
our students and their progress. These times allowed for problem-solving, strategizing, and 
putting supports in place, and when we needed to meet with parents, our whole team was 
present. Additionally, in my pod there was an experienced Humanities teacher across the hall 
who opened her classroom to me, and we often would talk about what we were teaching. 
Furthermore, during this first year, I was paired with a mentor within the school from a district 
mentoring program, and I also taught and coached in a physical education department where 
teaming and collaboration were common. There was no isolation; in fact, I felt connected and 
was able to establish strong relationships. When challenges arose, I was able to find support. Not 
only did I have collegial support, I felt empowered, and I knew there was always someone to go 




community. I found myself in a similar situation when I moved to a brand-new school where we 
spent a considerable amount of time establishing trust, collaborating on a vision for the school, 
and building our programs.  
The Issue 
However, I was blissfully unaware my experiences as an ECT are not the norm for many 
other teachers. More recently, in my role as lead teacher and mentor for teacher candidates, I 
have heard stories of ECTs who have had a more negative experiences, and their stories have 
caused me to reflect on the reality for many ECTs I have met. Often, I have heard of new 
teachers who have been assigned to teach in portables with no connection to the main parts of the 
school, or who have been given portable carts so they can move from classroom to classroom 
with their supplies. As well, ECTs are often put into positions with little experience with no 
established network of support available for them. In many cases, ECTs are being placed in 
schools with no formal induction or mentoring arrangement and basically left on their own with 
little formal support. I have heard this experience anecdotally from colleagues, and this 
experience is echoed by the literature I reviewed. In one article, a teacher summarized her first 
day of teaching: “I was not introduced to the staff. I was not shown to my room. I was not told 
how to get supplies. I was not told how I would fit in and how I could contribute. I was not even 
shown the bathrooms! I left after my first year” (Wong, 2004, p. 42).  
Context 
 
My current school has many great aspects. We have innovative teachers who are willing 
to try new things, many opportunities for collaboration, cross-curricular initiatives, a supportive 
leadership team, and many educators with unique talents and experiences they bring into the 




risks, and when given the opportunity, we are a staff that enjoys collaboration. However, it is 
often the more experienced teachers who lead departments in the school, share ideas with the 
staff, collaborate with other teachers and departments, and determine department and school 
goals. As I started this inquiry, I knew there were ECTs who have so much to contribute to our 
school, yet too often their voices were not being heard. I also had noticed that our ECTs were 
often so busy with all the tasks and workload of a being a new teacher that other teachers were 
not having many chances to connect with them. Conversations with ECTs were often superficial 
and rarely focused on teaching or student learning. As an experienced teacher, I perceived a need 
to create space and truly listen to what our newer teachers needed in terms of support. There 
were so many resources, ideas, experiences, strategies, and stories to share; yet this sharing was 
rarely happening. This made me consider various ways to build support for ECTs in a large 
secondary school. 
Motivation for this Inquiry 
There were several factors motivating me to pursue this inquiry. I have been a teacher 
mentor for many teacher candidates over the past decade, and all of these ECTs have had 
outstanding practicum experiences and have found work immediately. Despite this success, 
several of these ECTs left the profession in their first few years, and I started wondering what 
could be done at the school level to make this transition easier. When I spoke to a recently 
graduated ECT, she said part of the problem was that she felt like she had no real sense of how 
difficult the first few years of teaching would be. While in their teacher education programs, 
ECTs have the support of a teacher mentor, a faculty associate, and numerous other instructors 
who guide them in their learning and planning. Upon graduating, these ECTs often find 




place; in essence, they are left to ‘sink or swim’. As such, this new freedom means ECTs must 
find a way to fend for themselves without the support network they may still need to survive 
their first years of teaching, and many do not have a mentor they can turn to. The ECT 
experience in many ways contradicts what Laurent Daloz suggests in Mentor: Guiding the 
Journey of Adult Learners when he says, “Mentors hang around through transitions, a foot on 
either side of the gulf; they offer a hand to help us swing across. By their very existence, mentors 
provide proof that the journey can be made, the leap taken.” (Daloz, 2012, p. 208). While it is 
true that a district mentoring program is available, such programming is just one layer of support. 
In many cases the mentors do not work at the same site as the mentee. I began to wonder if there 
was a way that a school-based learning community could provide some of this mentorship and 
support for ECTs. 
In many cases, it appears the ECTs were not familiar with these supports, particularly in 
large schools such as mine, and as a teacher leader I felt called upon to do more and help these 
teachers continue in their journey. In the book When Mentoring Meet Coaching: Shifting the 
Stance in Education by Sharpe and Nishimura (2017), they explain that often the best way to 
help new teachers is not to simply problem solve. They suggest that the foundation of mentor-
coaching should include collaboration, building trust, mutual respect, support and 
encouragement, and that mentors should allow mentees to be “resourceful, creative, and expert in 
(their) own life” (Sharpe & Nishimura, 2017, p. 115). These ideas first made me think about the 
importance of support, collaboration, and professional learning for ECTs. Additionally, the book 
Collaborative Professionalism: When Teaching Together Means Learning For All by Hargreaves 
and O’Connor (2018) inspired reflection on the power of teachers working together. In their 




learning, and the idea that all teachers should be treated equally. Furthermore, I became 
interested in finding ways to build the support that is needed and also ways to empower our 
ECTs. I started to wonder how we could find ways to truly listen to our ECTs and allow them to 
have input on what they really want to learn. As a teacher leader, this idea of teachers supporting 
one another is an area I am passionate about, and that this support can extend beyond one-to-one 
mentoring into collaborative networks. 
Clearly, there was a need for some sort of intervention that would not only provide a 
layer of support but would also bring ECTs together with the intention of building connection 
between these teachers. The challenge was that any intervention needed to be simple enough to 
be implemented almost immediately, without it becoming another item added onto the list of 
tasks that ECTs already have to tackle each day. In essence it needed to be practical, meaningful, 
and flexible enough to meet their needs. It is for this reason that I began looking into the idea of 
using a framework of generative dialogue (Adams et al., 2019) to guide a series of conversations 
for a group of ECTs. Generative dialogue is a framework that is used to promote conversations, 
questioning, collaboration, reflection, and making meaning through conversations. The 
generative dialogue framework was uniquely suitable for this inquiry because it informed how 
the sessions were conducted, and it provided structure for the sessions while still allowing 
flexibility to meet the needs of the group of ECTs. 
Purpose of this Inquiry 
The purpose of this inquiry was to explore issues around support for ECTs through the 
implementation of generative dialogue as a framework for discussion. As I began the inquiry, my 




 Is teacher isolation a concern in a large secondary school? If so, what can be done to 
reduce this isolation for ECTs?  
 Is there a way to create a professional learning community (PLC) that can also function 
as a form of mentorship and induction for our ECTs? 
 What do ECTs really want to make them feel connected and less overwhelmed? What 
can be done to reduce burnout?  
 Can generative dialogue be used to provide support through professional conversations 
with ECTs? 
As important as these questions were, they were not my primary focus, however, they 
still made their way into my main study. I was interested in working with some of the ECTs in 
my school to explore topics that are relevant to them in their own teaching and professional 
learning. By using generative dialogue, the goal was to get at the heart of what they need to feel 
supported and connected. The goal of the generative dialogue sessions was to build and improve 
relationships and connections, foster a sense of feeling supported, reduce teacher isolation and 
burnout, and to establish a learning community among the ECTs in the English department. 
Therefore, my main question for inquiry was: “How can implementing generative 
dialogue impact early career teachers’ perceptions of support?” This inquiry had several layers. 
First, initial perceptions of support within the school were examined through a pre-questionnaire, 
prior to the first generative dialogue session. Next, the participants engaged in three dialogue 
sessions in which a wide range of topics were discussed but all linked to issues and ideas related 
to teaching. After these sessions concluded, a post-questionnaire was completed, after which 
each ECT was invited to participate in a semi-structured interview so I could learn more about 




the impact of the introduction of generative dialogue as well as to explore changes in perceptions 
before and after implementation. This study took place over the course of two months, which 
allowed for the generative dialogue sessions to take place every few weeks.  
Scholarly Significance 
 
As I began reviewing literature about mentoring and induction, it became clear that 
support for ECTs is critical as they try to survive their first years as teachers. However, in reality 
little time is set aside for teaming, which involves a small group of teachers collaborating and 
working together to support students, and there is often no clear support network in place for 
these teachers. Isolation is a real issue in my context as my school continues to grow, and my 
concern is it will lead to teacher attrition. Teacher isolation is very real for these teachers and, 
due to a variety of reasons (e.g. workload, scheduled meetings, etc.), experienced teachers rarely 
make time to intentionally connect with all of our ECTs. Educators in British Columbia are 
called upon to “engage in professional learning” and “contribute to the profession” (BC 
Teachers’ Council, 2019), and this study will contribute valuable insights to the field of 
induction and mentorship. Additionally, this study may inform supports for ECTs at the school 
and district level. Furthermore, it will add to an understanding of the nature of the support that 
ECTs perceive as being most valuable, and this support can vary by context. The use of 
frameworks such as generative dialogue to guide teachers’ conversations can inform the 
literature on collaborative professional learning. Therefore, the scholarly significance of this 
study is to examine the perceptions of support for ECTs and to examine the impact of the 





Early Career Teachers (ECTs) are defined as teachers in the first three to five years of 
their career (Chang, 2009; Hobson & Maxwell, 2017; Kelly et al., 2018). These teachers have a 
complex array of needs, and at the core of this is the issue of teacher isolation, which in turn can 
lead to teacher burnout and attrition. The literature surveyed in this section gives an overview of 
some of the most common challenges faced by ECTs. In response, it is evident that schools have 
tried many strategies to support ECTs with mixed results but that more needs to be done to 
support them. Similarly, we need to find different ways to reduce isolation for these teachers and 
to foster a sense of belonging and feeling valued in the school community. 
Challenges Faced by ECTs 
Teachers often find their first year challenging and more difficult than they anticipated 
(Lipton & Wellman, 2018). New teachers in secondary schools often have a wide range of 
subjects that they need to teach, and they are given the same responsibilities as veteran teachers 
who have many years of experience (Kutsyuruba et al., 2019). Many teachers have a difficult 
time handling the myriad of pressures they face, and not surprisingly, teacher attrition is a 
concern. In fact, studies have shown that up to 50% of beginning teachers leave the profession 
within the first 5 years of teaching (Chang, 2009; Skaalvik & Skaalvik, 2011; Taylor, 2019). 
While less research has involved Canadian educators, in 2004 the Canadian Teachers Federation 
reported that an estimated 30% of teachers leave within the first five years of teaching 
(Kutsyuruba et al., 2019).  
A review of the literature demonstrates a link between teacher wellness, teacher burnout, 
and attrition. If a novice teacher’s well-being and job satisfaction are negatively impacted, they 




2017). Additionally, teachers who suffer from burnout are less optimistic, more exhausted, and 
experience higher levels of stress (Taylor et al., 2019). Multiple factors have been cited for this 
burnout, including a lack of self-care, teacher workload, a lack of work-life balance, concerns 
around being respected and judged by others, having confidence in one’s level of subject 
knowledge, and discomfort around the many critical decisions that teachers have to make each 
day (Chang, 2009; Kutsyruba et al., 2019). As Feiman-Nemser et al. (1999) explain, support is 
needed because ECTs are “charged with the same responsibilities as their more experienced 
colleagues, [and] expected to perform and be effective. Yet most aspects of the situation are 
unfamiliar—the students, the curriculum, the community, and the local policies and procedures” 
(Feiman-Nemser et al., 1999, p. 4). They go on to explain that ECTs are not only faced with the 
challenge of teaching in unfamiliar situations, they are also learning how to teach and establish 
their own professional identity. Clearly, ECTs face many challenges in their early years as 
educators. 
The Role of Support for ECTs 
Several researchers have asked ECTs about their transition from university preparation 
programs to their first-year teaching. This transition has been noted as “an important, and 
potentially sensitive, period for early-career teacher’s wellbeing and longevity in the teaching 
profession” (Taylor et al., 2019, p. 1). März and Kelchterman (2020) also found that this 
transition is a shock for many new teachers as they are often left to navigate their first year 
without much support, which they compare as being “lost at sea” (p.1). Similarly, it has been 
said that “providing support to beginning teachers is better than letting them sink or swim on 
their own… without support, new teachers are more likely to leave teaching” (Feiman-Nemser et 




experienced colleagues, they often feel isolated in their schools (Taylor et al., 2019). Teachers 
who felt a lack of support reported that this was felt in many ways. For some it meant there was 
no feedback in their first years of teaching; one teacher even said that in her first year she wasn’t 
observed at all, and despite the fact no one ever came into her classroom there was an 
assumption that she was an effective teacher (Mansfield & Gu, 2019). In addition, some ECTs 
have said they are not comfortable asking for support as they feared it would be perceived as a 
sign of weakness (Halford, 1999). Some ECTs have also expressed disappointment that their 
principal could not provide the support they need because administrators just do not have the 
time to do so as they are busy like the “mayor of small city” (McLaughlin & Talbert, 2007, p. 
152). Kelly et al. (2018) talk about ECTs who “slip through the cracks” and have not been given 
any formal support (p. 293). In their study, when they asked teachers to identify the most 
significant type of support they received, the second highest response was “no support at all” (p. 
295). Additionally, their work also pointed out that teachers who have short-term contracts or 
who worked as teachers on call received even less support.  
Conversely, teachers who feel like they have support at their schools, report having 
colleagues they can go to and that the teachers support each other (Skaalvik & Skaalvik, 2011). 
In this same manner, teachers have expressed that when they received sustained support, they 
become more resilient and able to handle adversity, and this support can come from leaders, 
colleagues, and those who provide personal support (Day, 2012). This support comes in many 
forms, both formally and informally, and may include some form of mentoring (Skaalvik & 
Skaalvik, 2011; März & Kelchterman, 2020). However, teachers often have to seek out support 
as it is not always offered to them, and the teachers who take initiative in this way are often more 




initiative were among the active measures that teachers took to curb stress and ensure their 
wellness” (p. 306). Indeed, ECTs who received support were able to identify that this support 
reduced their feelings of being overwhelmed and burnt out. Kutsyuruba et al. (2019) conclude 
that there is a need for a combination of supports which they call “the 3 Cs: consulting a mentor, 
connecting with colleagues, and collaborating with others” (p. 301). 
Isolation, Connection, and Belonging 
As noted previously, a lack of support in school often leads to a real sense of isolation for 
ECTs (Taylor et al., 2019). Daniels and Boring (2004), also note that ECTs are usually excited to 
be in a classroom, but soon may find themselves feeling “overwhelmed by the isolation, 
expectations, challenges, and lack of support from colleagues and administrators” (p. 51). The 
feeling of isolation is directly correlated with the absence of social support for ECTs. When a 
teacher is experiencing significant stress, it is helpful to have a person to go to, however, in this 
case the absence of support may actually be causing additional stress for ECTs (Taylor et al., 
2019). This disconnect has negative impacts on these teachers as it can lead to negativity and 
cynicism towards others. Overwhelmingly, the literature shows that a sense of belonging is vital 
for ECTs and well-being. Teachers who are able to build connections and relationships with 
colleagues report increased levels of confidence (Kutsyuruba et al., 2019), while Hobson and 
Maxwell (2017) found that the presence and quality of relationships have a tremendous impact 
on teacher well-being. Furthermore, a sense of belonging is connected to lower levels of 
emotional exhaustion, which in turn leads to greater job satisfaction and less likelihood that a 
teacher will want to leave their school (Skaalvik & Skaalvik, 2011). 
Regardless of whether they identify isolation as an issue for themselves, ECTs have 




voice. As März and Kelchterman (2020) note, though ECTs have little classroom experience, 
they still have a desire to contribute and share ideas with their colleagues, and as such should be 
viewed as valuable resources for their schools. However, they also found the ECTs are not often 
asked for their perspective or ideas. When asked about this, these ECTs said they “wanted their 
voice to be heard, to receive respect, and to be recognized by their peers as knowledgeable” (p. 
7). In essence, ECTs who are not included in important aspects of the school community end up 
feeling more alienated.  
Induction and Mentoring Programs 
As it is clear a lack of support and isolation are critical issues, one suggestion that 
emerges from the literature is the development of induction programs for new teachers. These 
programs can be formal and informal depending on the needs of the teachers and the resources 
and structures available at their schools. As mentioned previously, Harry Wong (2004) shares the 
story of a teacher who was not provided with any form of induction and he explains, “People 
crave connection. New teachers want more than a job. They want hope. They want to contribute 
to a group. They want to make a difference.” (p. 43). Formal induction programs are intended to 
provide the support that is needed for ECTs to transition to their first teaching positions and have 
been shown to have a positive impact on resilience, retention, job satisfaction, and quality of 
instruction (Mansfield & Gu, 2019). However, not all induction programs are built equally, and 
many teachers find themselves without access to these supports. Some studies have found that 
even with a formal induction program, feedback and support may still be limited (Mansfield & 
Gu, 2019).   
Mentoring is another layer of support that can be put in place for ECTs, and this has been 




Mentoring is often cited as a key factor in preventing teacher attrition, however, some literature 
suggests mentoring partnerships need to be carefully established and a structure needs to be in 
place for there to be a positive effect on the ECT (Kelly et al., 2018). Additionally, Wong (2004) 
argues that mentorship is not always the best way to support ECTs; he argues that induction is 
more effective because it is sustained, school-based, and a group process so there are shared 
values and knowledge. He also asserts that it takes at least five years to become an effective 
teacher, so one or two years of mentoring alone is not enough, and that it should involve veteran 
teachers who can share their expertise (Wong, 2004). This sentiment is echoed by the work of 
März and Kelchterman (2020) who agree that mentorship is just one component of an effective 
induction process for ECTs. 
Professional Learning 
Another strategy for providing support and reducing isolation is the creation of a 
Professional Learning Community (PLC). Dufour et al. (2004) explain that there are many 
benefits of PLCs including the fact they allow “educators [to] work collaboratively with and 
learn from one another” (p. 9). Furthermore, they say the most powerful professional learning is 
school based and should be “pursued in a social setting with opportunities for interaction rather 
than in isolation” (p. 20). Additionally, they explain that with PLCs, “teachers work in teams, 
engaging in an ongoing cycle of questions that promote deep team learning” (p. 36). Wong 
(2004) found that both ECTs and experienced teachers want more opportunities to collaborate 
and network with their colleagues, so it would seem that PLCs could fulfill this need. Much has 
been written about the benefits of establishing PLCs, yet they are not that widespread in 
secondary schools. McLaughlin and Talbert (2007) found that only one in five high school 




learning communities are still quite rare. PLCs can take many forms, and as Campbell (2017) 
says “there is ‘no one size fits all’ approach to professional learning in Canada and nor should 
there be” (p. 5). She explains that “there is a need for a wide array and repertoire of professional 
learning opportunities to meet a variety of needs, experiences, interests, contexts, and career 
stages” (p. 13). However, secondary school teachers often have specific and unique needs that 
can be addressed by a PLC; for example, secondary teachers often want to collaborate on rubrics, 
assessments, assignments, and curricular resources (Daniels & Boring, 2004; Little & Horn, 
2007).  
In addition, Hargreaves and O’Connor (2018) share several successful models of PLCs in 
their book Collaborative Professionalism. One example is a PLC that was created by teachers in 
Ontario to address some of the issues and concerns they had about student engagement and to 
address issues around literacy. Unlike PLCs in other jurisdictions, principals have taken a step 
back and let the teachers fully lead this collaboration. A core value of this collaboration is the 
importance of professional dialogue. Another framework they share is the structure implemented 
by NW RISE, a collaborative learning network created by teachers in the U.S. Pacific Northwest. 
The idea behind this network was to connect teachers who had previously been isolated as they 
taught in rural communities. Teachers overcame their isolation by connecting at NW RISE 
conferences and eventually virtually to share ideas, lessons, and experiences. Prior to the 
establishment of this network, teachers said they felt like they were on an “island”, and one ECT 
reported that without someone to talk to he felt overwhelmed by his instructional planning 
(Hargreaves & O’Connor, 2018, p. 45). 
The literature also shows that in schools where there is a strong learning community 




and reflect on their practice, and gain more feedback (McLaughlin & Talbert, 2007). The work 
of Schnellert et al. (2015) supports the importance of connection in learning communities, and it 
suggests that all educators need to be “welcomed to inquiry communities as active versus passive 
agents” (p. 221). For this reason, PLCs are one way to perhaps alleviate the concerns expressed 
by ECTs about a lack of support and connection. Additionally, PLCs face additional challenges 
in secondary schools since there is often little time for collaboration and teachers rarely 
collaborate beyond their subject area, and as such, it is often hard to sustain these communities 
(McLaughlin & Talbert, 2007). However, the connection between PLCs and the isolation felt by 
ECTs is less well known so this is an area for further study. While McLaughlin and Talbert 
(2007) have observed that new teachers can be included and mentored through a professional 
community, they give little information about how this idea might look in action. Yet despite this 
gap in the research, the benefits of PLCs outweigh the challenges. Schnellert et al. (2015) found 
that by creating a “professional community of inquiry through the exploration of values, goals, 
and the aims of education” teachers were able to “shift their practice” (p. 226). Also, as 
Campbell (2017) explains, “teachers at different stages of their career and life also require 
equitable access to quality professional learning” (p. 22). Therefore, it is possible that a strong 
learning community can provide ongoing and easily accessed professional learning for ECTs.  
Teacher Dialogue  
Another idea that is suggested in the literature is creating a space for teacher dialogue and 
the benefits of this type of dialogue are numerous. One advantage of a teacher dialogue group is 
that it is a safe space for teachers to ask questions about their own practices that prompt deeper 
discussion (Little & Horn, 2007). Mazurkiewicz (2004) advocates for the creation of a Critical 




reduce isolation. In this framework, teachers begin by developing trust in each other. He says 
through this process they “received the support that we needed to develop our professional 
skills” and “by sharing our difficulties, we learned that we were not alone” (p. 174). Research 
has also shown that ECTs have found engaging in informal dialogue has a strong impact on their 
professional learning and growth (Mansfield & Gu, 2019). In the induction framework Wong 
(2014) suggests, he also advocates for small teacher learning groups that allow teachers to 
engage in dialogue, reflect on their practice, and talk about instruction. In this way, he explains, 
there is a focus on growth and networking with other teachers.  
ECTs often feel most comfortable conversing with other ECTs, and literature suggests 
that these teachers often seek teachers with similar years of experience, subject areas, and 
personalities (März & Kelchterman, 2020). While it is important for ECTs to connect with one 
another, it is just as important for them to connect with veteran teachers, and not just for the 
purpose of mentoring. Therefore, it is important to invite experienced teachers to engage in this 
professional dialogue at times as well. Another purpose of teacher dialogue is to provide space 
for reflection, however, as teachers embark on their first year of teaching, this reflective habit is 
often pushed aside. Yet, researchers have found that reflective practice is one of the best ways 
for teachers to be resilient, examine their own classroom practice and to become stronger (Little 
& Horn, 2007; Kutsyuruba, 2019). However, despite all the known benefits of teacher dialogue, 
Little and Horn (2007) found “deep, sustained conversations among teachers about matters of 
teaching and learning remain uncommon” (p. 79). Mazurkiewicz (2004) had similar findings, 
explaining that although teachers have many opportunities to talk with one another, yet they 
rarely talk about their teaching practices because teachers rarely have the support to learn how to 




Evidently, gaps in the research exist, as there are limited studies on the effects of teacher 
dialogue groups that specifically are designed to help ECTs. While there is a vast range of 
research into teacher induction and mentorship, teacher inquiry groups, and teacher dialogue, 
finding connections to research on reducing ECT isolation is more challenging. There are 
definite shortcomings in the research, specifically the effect a teacher dialogue group can have 
on perceptions of isolation for ECTs.  Hence, there needs to be further research to examine the 
role teacher dialogue groups can play in reducing isolation and creating a sense of belonging for 
ECTs. 
Theoretical Framework 
For this study, a teacher dialogue group was created that was rooted in the principles of 
generative dialogue. Generative dialogue is a “process of deliberate conversations” among 
teachers to promote learning and growth (Adams et al., 2019, p. 92). It is a conceptual 
framework that involves similar communities of practice, person-centred perspectives that are 
focused on personal growth as teachers, Socratic questions to prompt dialogue, and critical and 
transformative learning to create a change in practice (Adams et al., 2019, p. 97). This 
framework proposes that teachers and leaders need to develop “a specific, rigorous set of skills 
that shifts how we converse with each other about professional practice for the purpose of 
clarifying and bringing into existence new ideas and thoughts that lead to more purposeful 
action” (Adams et al., 2019, p. 96). This theory also rooted in mutual trust and empathy, with the 
goal of stimulating deep conversations, fostering creative ideas, and promoting new 
understandings. Questions are used to prompt discussion, and to allow for different viewpoints 
and perspectives (Adams et al., 2019). Interestingly, Adams et al. caution that with generative 




when facilitating this type of dialogue. Leaders must prioritize hearing the different experiences 
of the participants and approaching conversations with a stance of curiosity. Moreover, 
conversations need to be “frequent and focused” and should be centred on “shared goals, guiding 
questions, strategies, and evidence of growth” (p. 102).  
As part of this study, ECTs met and worked together in a small group, using generative 
dialogue as the framework to guide their conversations about education, teaching, learning, and 
curriculum. Ultimately, the goal of the study was to determine whether this generative dialogue 
model, as it is applied to regularly scheduled group conversations, had an impact on these 
teachers’ perceptions of support. For the purpose of this study, support encompassed sharing 
wisdom, knowledge, and understanding. As the facilitator of these discussions, I had to avoid 
judgment and criticism, limit my personal anecdotes, and spend more time listening than 
speaking. It was important for me to adopt a stance of curiosity about the thoughts and ideas of 
the participants, that in turn can “provide an environment of acceptance, trust, and failing 
forward” (Adams et al., 2019, p. 105). Therefore, the element of trust played an important role in 
this implementation of generative dialogue. Trust is essential to enable teachers to talk about 
what matters to them and to discuss challenges they face, that in turn leads to increased 
confidence and competence as teachers (Sharpe & Nishimura, 2017, p. 5). Similarly, Adams et 
al. (2019) note that professional relationships rooted in trust lead to deeper self-reflection. Due to 
the Covid 19 pandemic, these conversations had to be held online as we were not able to meet 
face to face; as a result, building this trust and collegiality was essential. My hypothesis was that 
using generative dialogue as an intervention would reduce isolation and foster a sense of 





My research falls under the constructivist paradigm because human interaction is 
essential for dialogue and support to occur. As a researcher, my goal was to deepen my 
understanding of the role generative dialogue can play in supporting teachers, and therefore I 
was interested in the lived experiences of the ECTs in my school. My ontological assumptions 
include the notion that people see the world in different ways and that multiple perspectives of 
support exist for ECTs. Additionally, my epistemological assumption is that to truly explore this 
topic I needed to be an active participant in the dialogue sessions which meant that though I have 
strived for objectivity, I am aware that my interpretation of the data may be subjective.  
Method 
As a qualitative study designed to understand the impact of implementing dialogue 
sessions, I chose action research. It was essential to have descriptive, detailed data to enhance 
credibility and trustworthiness. Action research, as noted by Sagor (2000), “is a disciplined 
process of inquiry conducted by and for those taking the action” (p. 3). One of the reasons I 
chose this method is because it allowed me to be a participant in the generative dialogue 
sessions. Furthermore, action research is aligned with this form of dialogue, because generative 
dialogue allows for “purposeful action” to bring about change (Adams et al., 2019, p. 96). The 
benefits of action research are numerous, including that it provides a reason for teachers to 
collaborate and that it “gives educators a voice in the field” (Hendricks, 2017, p. 5). According to 
Hendricks (2017), another goal of action research is to work towards school improvement, and 
similarly, Sagor (2000) also mentions that the final step of an action research study is to take 
informed action. The information from this research can potentially be used to improve support 




department and beyond. Due to the cyclical nature of action research (Hendricks, 2017), I 
envision that this research study is likely just the first cycle of an ongoing process, and that there 
may be subsequent cycles after the research study concludes.  
Data Sources 
Context. The source of the data for this study was a large secondary school in the Fraser 
Valley in British Columbia. Data was collected between January and March of 2021, during the 
Covid 19 pandemic and, as a result, all data had to be collected electronically as per the UFV 
Research Guidelines in Response to Covid 19. At the time of data collection, the school was 
operating under strict health and safety protocols set out by the school district and BC Ministry 
of Education. This meant students were in small learning cohorts, the school was divided into 
distinct sections, and the school community had staggered bell schedules. The school district 
adopted a condensed timetable for this year to minimize potential mixing of the cohorts and 
students. A significant impact of these changes is that educators do not have common lunch 
hours for meetings or conversations, nor can they meet in person for this study, and, as a result, 
all data collection needed to occur electronically after school hours.  
Participants. There were five participants for this study, and pseudonyms were assigned 





Pseudonym Gender Experience (Yrs) Subject Area Has a Mentor 
Nora F 2 English No 
Emily F 2 English Yes 
Marie F 1 Multiple No 
Nick M 2 Multiple No 





All of the participants were ECTs in the English department at the school, and all have 
less than five years of teaching experience. “Nora” is a second-year teacher who teaches multiple 
grades of English. “Jennifer” is in her third year of teaching and also only teaches multiple 
grades of English. Both of these teachers teach in portable classrooms, are only in the English 
department, and are in their first year at the school. “Emily” is a second-year teacher who is also 
only in the English department and this year is teaching in the main building of the school. She is 
the only teacher in the study who has a formal mentor through the district mentoring program, 
and her mentor teaches at another school. In comparison, both “Marie” and “Nick” are in 
multiple departments, teaching many different subjects and in multiple classrooms throughout 
the school. Nick is a second-year teacher and Marie is a first-year teacher, and both of these 
teachers have only a few English classes in their course loads. 
This was a purposeful sample of teachers to meet the definition of ECTs as those with 
less than five years of experience (Chang, 2009; Hobson & Maxwell, 2017; Kelly et al., 2018). 
This purposeful sample was limited to English teachers because it is assumed that these teachers 
share common areas of interest, may bring forward specific discussion topics related to their 
curriculum, and may have similar experiences and questions about teaching in their specific 
subject area. Furthermore, action research is founded on the principle that research is cyclical in 
nature, so after the study concludes, it is possible to begin another inquiry with the same teachers 
to continue the process of bringing change to the school (Hendricks, 2017). Consent was 
obtained by emailing prospective participants a Letter of Informed Consent that included details 
about the objectives and procedures of the study, potential benefits and risks, confidentiality, 
what participation entailed, and how information from the study will be disseminated. Member 




There were three tools used to collect the data for this study: questionnaires, observation 
charts, and semi-structured interviews (see Appendices for details).  
Questionnaires. The first step in this study was to email participants a pre-study 
questionnaire as a scan of current perceptions of support. The questionnaire used a Likert scale to 
look at participants' perceptions of support in a number of areas such as connection to other 
teachers, workload, assessment, and curricular supports. It was used to inform potential topics 
for discussion in the dialogue sessions, and also to determine any additional follow-up questions 
for the post-study interview. The post-study questionnaire had the same questions as the pre-
study questionnaire, which allowed me to track any changes in the participants’ perceptions of 
support after the generative dialogue sessions. 
Observation Charts. The next step was to meet with this group of teachers three times 
over the course of several weeks to engage in generative dialogue. As an observer I was also a 
“complete participant” meaning I was fully engaged in the conversation (Angrosino, 2007, as 
cited in Creswell, 2013). The rationale behind the frequency of these sessions is that successful 
generative dialogue requires “frequent and focused conversations, initiated and sustained by 
effective leaders about shared goals, guiding questions, strategies, and evidence of growth” 
(Adams et al., 2019, p. 102). For this reason, though I acted as a facilitator for the conversations, 
I followed the principles of generative dialogue by listening more than talking, by allowing 
participants to share and reflect on their experiences, and by asking questions that promote 
interaction and dialogue. The focus of each session was partially determined by the pre-study 
questionnaire, but as the conversations progressed, participants identified key areas for further 
discussion and each session built off the previous session. Each session lasted between 25 and 35 




collected and recorded on a chart (see Appendix D), focusing on the generative dialogue process. 
After each session the recordings were reviewed to ensure that there was a thorough and accurate 
set of data on each chart. The purpose of these observations was to capture and understand the 
interactions of the participants in the dialogue sessions, and I was looking for four different types 
of interactions: how often participants asked questions, made connections, shared examples and 
ideas, and offered diverse perspectives. Each chart also had a section for comments that allowed 
me to track which topics were discussed in each phase of the dialogue sessions, and to go back 
and record personal reflections on the sessions. By tracking their interactions on a chart, I was 
able to compare the participant interactions from session to session. 
Semi-structured Interviews. After the final generative dialogue session had concluded, 
each participant was invited to participate in a 30-minute semi-structured interview to reflect on 
their experience during this process, and to learn about their current perceptions of support in the 
school (see Appendix E). The audio from each interview was recorded and transcribed verbatim 
using the Otter app. Once data was transcribed, each participant was invited to do a member 
check of their transcript and to edit their responses. This process began with each participant 
being emailed a copy of their interview transcript to review. At that time, they could add, 
remove, or edit their information to ensure accuracy. After member checks concluded, the 
information was anonymized, and pseudonyms were assigned to each participant.  
Data Analyses 
There were several steps involved in data analyses. As there are multiple sources of data, 
organization was important. The five-phase cycle for data analyses, as referenced by Hendricks 
(2017), was used as a framework. This involved compiling the database, disassembling the data, 




(as described above) was organized according to the tool that was used. After the data was 
compiled, it was disassembled; in this phase I looked for patterns in the data and completed a 
coding process. I used a journal to track my ideas, assumptions, biases, and questions.  
Questionnaires. All five participants completed both a pre-questionnaire (see Appendix 
B) prior to the first dialogue session, and a post-questionnaire (see Appendix C) after the final 
dialogue session. The questions were identical for both sessions, with a four-point Likert scale to 
categorize responses as strongly agree, agree, disagree, and strongly disagree.  
The pre-questionnaire data was entered into an Excel spreadsheet and given numeric 
values. For example, if three participants indicated strongly agree to a particular question, this 
was indicated with a 3 in the table. These numeric qualities served as the first level of coding as 
it allowed for patterns to emerge and variations in responses to become more evident. Next, the 
questions were grouped by topic and this second level coding revealed some themes in the data.  
The post-study questionnaire data was also entered into an Excel spreadsheet and given 
numeric qualities. These numeric values again served as the first level of coding allowing for 
patterns and variations to emerge. Next the questions were grouped by theme with second level 
coding consistent with the pre-questionnaire. The information was organized by participant, and 
also for the group as a whole. This time, however, the data from the two questionnaires was 
examined to look for any changes in participant perceptions from the start of the study to the end 
as a result of the generative dialogue intervention.  
Observation Charts. For each dialogue session, an observation chart was used to track 
behaviours and interactions by the participants during the sessions (see Appendix D) The 
sessions were virtual, due to Covid-19 restrictions, and recorded so they could be reviewed for 




questions, making connections, sharing ideas and examples, and offering diverse perspectives. 
This instrument allowed for comments to be made about turning points and moments that 
prompted shifts in the dialogue. After each session, the comments were used to plan the next 
session. For example, if there was a topic that prompted a lot of discussion, this could be re-
visited in a future session. All participants were invited to speak and share their ideas, questions, 
and insights in these dialogue sessions. At the conclusion of the final dialogue session, the data 
was collected in a table that compared the data using the previously mentioned categories along 
with some general comments for each session. The purpose of this table was to look for patterns 
in the interactions between the participants; for example, to determine whether there had been an 
increase or decrease in a certain type of interaction such as asking questions over the course of 
the three sessions.  
Semi-structured Interviews. After the final dialogue session, the five ECTs participated 
in a semi-structured interview (see Appendix E) in which they shared their perceptions of 
support as well as their experience in the dialogue sessions. These interviews were recorded and 
transcribed verbatim, edited for clarity and sent to participants for approval, and then coded to 
look for patterns and themes. A preliminary code was used as a first look at the data, and final 
first level codes were created with more refined language. Key quotes were highlighted, and all 
of this data was arranged in an Excel spreadsheet under each first level code. From there, second 
level coding was completed which grouped the codes into themes.  
The final step was to draw conclusions. This involved triangulating the data from the 
various sources to tell the story of each participant’s involvement and the group as a whole. This 
step was necessary to determine corroboration between the various sources of data, which 




135). It also allowed me to determine whether the generative dialogue intervention was effective, 
and whether the ECTs’ perceptions of support changed over time. This is known as the 
“reflective planning stage” (Hendricks, 2017, p. 136) where the researcher uses the findings to 
inform their practice as an educator; in this case it will inform potential supports that are needed 
for ECTs. The conclusions drawn about what was learned allowed me to think ahead to the 
implications of this study. 
Managing Bias. There are several ways that I mitigated bias. First, all interviews and 
dialogue sessions were recorded using Otter to increase the accuracy of data recording. Member 
checking ensured that the transcripts accurately reflected the perceptions, experiences, and 
opinions of the participants. Data was gathered from multiple sources from the same participants, 
and as previously noted, this information was triangulated. Additionally, I looked for negative 
evidence which means “analyzing data that are not supported or corroborated by other sources of 
data” (Hendricks, 2017, p. 66). I also utilized the strategy of peer debriefing which involved 
discussing the study with a critical friend who is not working on this study. This was an 
important step in reducing subjectivity and making me aware of my biases (Hendricks, 2017). 
Researcher bias was also addressed in several ways, using the checklist outlined by Miles 
et al. (2014, p. 297-298). I was cognizant of researcher effects on the study, during the consent 
process, and during each phase of data collection. As a lead teacher involved in this study as a 
researcher, I was transparent in my role and ensured that I was there to ask questions, listen to 
participant stories, and collect data. I was also aware of the study’s effects on myself as a 
researcher. One way I avoided bias from the study was by having several weeks between 




view as part of the study. At all times, I strived to keep my research question at the forefront, and 
to remember to think conceptually about the generative dialogue framework we were using. 
Results 
Pre-questionnaire 
Several insights were gained from this initial data. Four themes were identified – 
connection, dialogue, confidence, and support. First level coding revealed variation in the data. 
When looking at the theme of connection, for example, Marie strongly disagreed with the 
statement about feeling isolated, while Emily and Nora agreed that they do feel isolated from the 
rest of the school. Similarly, when looking at connection to the other teachers and the department 
as a whole, four participants agreed or strongly agreed that they felt connected, whereas Nora 
disagreed. Nora is one of two teachers in a portable which may have factored into her response. 
When looking at the theme of support itself, there was even more variation. For instance, most 
teachers felt they had support within their department and a person they could go to for help, yet 
interestingly more than half were not aware of support available within the district and outside of 
our school. There was a fairly even split of responses related to the theme of confidence with half 
of the participants agreeing or disagreeing with each statement. Finally, the theme of dialogue 
was prevalent, as four of five participants identifying that they wanted more opportunities to 
connect and share ideas.  The results of the pre-questionnaire indicate that these four themes 
were perceived as important to the teachers in this study. They held value in connecting and 
feeling supported as colleagues. Consequently, the focus of each generative dialogue session was 





When analyzing the observation chart data (see Appendix D), it was observed that the 
length of the sessions increased from the first session which was just 25 minutes to the third 
session which was 35 minutes long and the participants appeared to become more comfortable 
with the process and structure of the sessions. In the first session, the conversations were fairly 
brief, and many prompts were needed to keep the conversation going. In the final session, the 
conversation flowed well, and few prompts were needed. It was noted the participants built on 
each other’s ideas and raised many interesting points. In addition, the number of questions being 
asked by the participants increased with each session, from four questions in the first session to 
twelve in the final session. The substantive increase in questions added to the conversation, 
invited discussion, and clarified ideas. By the final session, the participants seemed very 
comfortable speaking with one another, and their conversations were free flowing and less 
contingent upon me facilitating the discussion by asking questions. Similarly, there was an 
increase in the number of connections the participants made. For example, by the second session 
when one participant spoke about a particular issue in their classroom, there was a consensus 
from all the participants that this was an issue they were struggling with. As well, there was an 
increase in the diverse perspectives offered over the course of the sessions; this is notable 
because the participants were observed as being more willing to share their different views and 
insights. The largest increase in behaviours was in sharing examples and ideas; as a participant 
myself in the generative dialogue sessions, by the third session I was able to step back and listen 
more, and the conversation flowed more smoothly with less prompts. 
Post-questionnaire 
The post-questionnaire was completed after the final generative dialogue session and the 




pre-questionnaire Excel spreadsheet. When examining the responses by participant, for example, 
one participant reported a higher level of connection, decreased isolation, and a feeling of 
support in multiple areas after the three generative dialogue sessions. Two teachers reported a 
decrease in feeling that their workload was hard to manage, and one also noted stronger feelings 
of collegial support, another indicated that they felt less isolated and more aware of supports that 
were available. One teacher also said that they were more aware of curricular support and 
reported a stronger sense of connection than previously noted. Finally, one of the participants 
identified a strong desire for more collaboration and dialogue once the sessions concluded. 
As a group, when looking at the four themes - connection, dialogue, confidence, and 
support – there are some notables changes between the pre- and post-questionnaires. For 
example, there was an increase in feeling supported when being asked probing questions by 
colleagues. As well four of the five participants reported that they strongly agree that they have 
colleagues they can turn to for support. As a whole, the data also indicated an increase in 
confidence when it comes to planning for instruction in the current timetable. Finally, all 
participants agreed or strongly agreed with the statement “I would like to have more 
opportunities to be in dialogue and conversation with colleagues” (Post-questionnaire, March 
2021). 
Semi-structured Interviews 
Each teacher participated in a semi-structured interview (Appendix E) after the final 
generative dialogue session. The questions were related to perceptions of support through 
participants’ experience in these generative dialogue sessions. After the interviews were coded 
using the method described in the previous section, five themes related to perceptions of support 




 Challenges faced by ECTs 
 Collegial Relationships 
 Dialogue 
 Professional Learning 
 Personal Growth 
Challenges faced by ECTs 
In each of the interviews, even though the focus was on support and perceptions of 
support, all five participants talked about the challenges of being an ECT and how it related to 
the support they needed. One of the challenges identified by several of the participants was the 
isolation that can occur in this profession. Emily explained that as new teachers is easy to feel 
isolated, a sentiment shared by Nora who said she is hopeful that she can connect more often 
with this group of teachers, “instead of just hanging out in my classroom and doing nothing else, 
because I'm very used to doing things on my own”. Nick explained that especially during the 
Covid 19 pandemic there are some teachers who he just never has had a chance to connect with, 
even though he knows they have interesting ideas to share.  
The participants also identified various types of pressure that they face as ECTs. One 
issue is the pressure to earn their first continuing teaching contract. As a result of this pressure, 
Marie shared that she puts on a brave face “because we really want that continuing contract…but 
under our school face or teacher face there are internal struggles as well”. Similarly, Emily said 
that even when things are tough, she thinks “best foot forward because I'm still trying to get a 
contract”. The teachers shared that the generative dialogue sessions helped them to open up 





Additionally, one of the challenges faced by ECTs was the feeling of being overwhelmed 
by everything that teaching entails. Jennifer was very open about these challenges in her 
interview, and she explained that when planning for instruction and assessment that “there’s just 
…such an extensive list of things to think about”. She spoke about what can alleviate that 
pressure, saying “I'm somebody who has to talk things out until I understand them”. These 
challenges articulated by this group of teachers form the backdrop for and highlight the 
importance of the themes that follow in these results. 
Collegial Relationships 
Another theme was the importance of collegial relationships that are rooted in connection 
and are the foundation of collegial, social, and emotional support. All of the participants in this 
study identified the importance of connection throughout their interviews and it was clear that 
relationships are inextricably tied to connection for the participants in this study. Prior to the 
implementation of generative dialogue, these relationships were already forming between the 
ECTs and their colleagues. When asked about the most valuable support she has received as a 
new teacher, Emily said “I think the biggest thing comes down to relationships for me. I feel like 
if I have a good relationship with the department or other teachers and then I can feel 
comfortable asking for help and what I need”. Nick agreed that relationships with other teachers 
are important and even a simple check in can have an impact: 
Just having that time to check in, especially with some young teachers as well, and just 
kind of recognize, like, “Hey, I'm dealing with this, what are your ideas”, and just to kind 
of hear what's worked well, for other people and what they're also kind of struggling with 
right now. It's helpful one to hear some solutions and to just to kind of recognize that 




Similarly, Marie reflected on her experience at the start of the year and the impact of the teachers 
who made efforts to connect with her before school began: “having all departments, I mean 
specifically English, then come to me even before I stepped foot in the building was really cool 
to know that I had that support”. 
Additionally, Emily recalled the collegial support she received from another teacher at 
the start of the year: “She answered questions from me every single day in that first term”. Marie 
explained that support from other ECTs is important but also “having colleagues and more 
veteran teachers be more approachable, or even introduce themselves”. Furthermore, Nick 
agreed with Marie, and explained that support from veteran teachers is crucial because “it's nice 
to also have, I guess that voice of wisdom and reason as well, so that so that we can kind of keep 
our heads on straight and keep pushing forward”. He also mentioned that he appreciates that he 
can go to myself and another teacher in the school when he needs support, saying “you are 
both…pretty invested in those relationships with us younger teachers, I think which is pretty 
cool”. 
Emily pointed out that this connection can be very simple, and it was something that 
developed even more through the implementation of the generative dialogue sessions. When 
asked what she found beneficial about these sessions she said, “that would be something that I'm 
really glad about - it's just that space to connect with people”. Additionally, she noted “it felt 
really good to be included”. When asked about the impact of the generative dialogue sessions, 
Nick said “I would say for sure English is now the department I'm most connected with as a 
result of that, and if I feel like I have questions I have no hesitation going to anyone in the 
English department”. As he so clearly explained, connection is crucial as an ECT because “it's 




The importance of collegial support was consistently mentioned by all the participants in 
their interviews. Collegial support can come in many forms, and not surprisingly each teacher 
interviewed had slightly different ideas. For example, Nora talked about what she has learned 
about support through the generative dialogue session process, and she said “at first, I thought 
you needed admin or lead teachers that was where it stopped. But being able to know that other 
teachers could be that support as well, helped a lot”. In comparison, Jennifer explained her 
definition of collegial support in detail: 
Support to me looks like the ability to go and ask any questions from teachers around the 
school. And that they want to sit down with me and talk about my question right then and 
there, that they want to really get an understanding of what it is that I'm asking, what it is 
that I'm looking, and for what my experience was before. And then showing their own 
excitement about answering my question.  
These ideas of connection, relationships, and collegial support all connect to the concept 
social and emotional support. This support emerged from the interviews as a way to overcome 
many of the challenges faced as new teachers. Nora mentioned that “actual emotional support for 
teachers” would be incredibly helpful, whereas Nick spoke at length about the importance of 
having a social circle for support as a teacher. He explained that to him “support is just kind of 
almost that social piece of just kind of people coming alongside and just letting you know that 
they're in it with you” and that in his first two years of teaching, the most valuable support he has 
received has been the informal check ins with colleagues. Indeed, Marie found that one of the 
significant aspects of the generative dialogue sessions was the social aspect of the sessions and 
the teachers’ willingness to share. She added, “it’s also cool how open we all are as new teachers 





The theme of dialogue as a type of support also was evident from the interviews. In 
particular, these teachers spoke about the support they found in conversation, listening to each 
other, and having a safe space to share their struggles in the generative dialogue sessions. For 
example, when asked what support looks like, Nora said, “support looks like being able to have 
discussions, sharing resources, knowing exactly who to talk to” and she found the generative 
dialogue sessions helpful because “having those conversations open means that I'm able to kind 
of continue on with them. I needed that push into it”. She added that listening in the generative 
dialogue sessions was a critical element because for her “support is just having someone at the 
other end that's willing to pay attention to what you have to say, even if they don't have any 
feedback to give you or don't have anything to say, as long as they listen and you know for a fact 
that somebody is able to lend an ear”. Jennifer agreed with this sentiment, sharing that for her it 
was helpful “just hearing other teachers, ideas and it gives that opportunity to open up that 
conversation with particular teachers about what they do in their classes”. Emily and Marie 
agreed, as both teachers spoke to the value of taking time for conversation and to talk about what 
they are teaching. As well, Nick also found the generative dialogue to be a supportive structure 
because “it is nice and I think super valuable to have just that time where we get together and we 
talk about what's working in the classroom, we check in and see how things are going”. 
However, he was not only appreciative of the way that the generative dialogue sessions brought 
this group of teachers together, but also suggested “I think what would be really helpful is if 
across all the departments that I'm in if that was more of a thing. Again, I feel really connected 




Another element of support that the generative dialogue sessions provided for these 
teachers was a safe space to talk. Emily spoke of the importance of this element for her, 
explaining “it's nice to have that moment of, like, okay, things have been hard. And to have that 
kind of outlet”. Also, Marie talked specifically about the importance of having a safe space to 
connect and talk with other ECTs in particular and explained, “I'm not scared to speak because 
we're all at that same stage in our career - we're still bouncing ideas and still building who we 
want to be as teachers, and we then apply it to our classes”. Once the safe space had been created 
for this generative dialogue, these teachers then felt comfortable opening up about their struggles 
and were able to be open and honest. This piece led to increased perceptions of support and the 
reassurance that others are at the same place as them. For instance, Nora noted that “the most 
beneficial part is probably knowing that there are other people having the same struggles as I 
am”. Similarly, Emily shared “it's kind of nice to hear again as a new teacher that I am not the 
only one struggling with certain things, and whether that is balancing the marking or the prep 
work or even just feeling burnt out, it's really validating to hear that from other people”. Marie 
explained the importance of this form of support from the generative dialogue sessions in more 
detail: 
Just to know that that we all struggle. So that was surprising to hear that other people will 
struggle the same way. Like, people seem very put together and I also will put on a strong 
face …but then when you're given those opportunities to talk about your struggles with 
other people, it's kind of like, okay, we may look put together and we fake it till we make 
it till the end of the day, but everyone has struggles and it's also different because we all 




humbling to know that other people struggled too and not just me because I was always 
questioning myself…like am I doing enough? And what I'm doing is good enough.  
Furthermore, Emily spoke of the importance of opening up about these struggles for her own 
mental health, saying “Having the new teachers to talk to helps my mental health more and 
makes me feel grounded. It makes me feel like I am not like falling apart every single day and 
just to also hear they have the same questions”. It became clear from the interviews that the 
generative dialogue sessions were a valued and beneficial support structure, and several of the 
ECTs inquired as to whether these sessions could continue once the study concludes. 
Professional Learning  
The theme of professional learning as a method of support emerged from the interviews 
as well, including collaboration, learning from other teachers, and sharing resources with one 
another. Marie explained that she found this type of curricular support in the generative dialogue 
sessions “because we all are different types of types of learners and we're all different types of 
educators and just to see how that looks in other people's classroom and what they're struggling 
with could be what you're better at - like pieces of the puzzle”. Again, this idea of learning from 
one another was mentioned by Jennifer as being beneficial as a support because as she explained 
“I would write those things down and I like hearing what worked for these teachers, other 
teachers that are in the school and then want those resources and ideas so that was nice”. She 
also expressed a desire to look more in detail at some of the units the other teachers have created, 
thus continuing this form of professional learning. It was also mentioned several times in the 
interviews that it was beneficial to learn about the supports available at the district level from the 
curriculum department. Tied to this idea of professional learning is a desire by the ECTs to 




Marie spoke about an idea from a recent professional development session about “creating the 
ultimate list” of resources and ideas that all of the ECTs could access.  
Collaboration within professional learning was also mentioned consistently as a valued 
type of support. Both Marie and Nick referenced the need for teachers of a certain grade level to 
get together to collaborate on units of study, and that this is something that could be the next step 
from the generative dialogue sessions. Nora valued the support from the generative dialogue 
sessions and said she now feels like “there are other points of views out there and that I'm able to 
discuss with them, see what they do, share what I do, so that we can build something together”. 
Emily discussed the potential collaboration stemming from this generative dialogue and as 
valuable “especially right now because we're so separated and that we have to be…there's some 
room in there for some more collaborative pieces to come through”. She also suggested that this 
support can help in her own professional learning, and she explained that she really values “that 
collaborative process and supporting each other through developing new strategies and new 
skills”. Additionally, Jennifer talked about collaboration in her definition of support: “Support to 
me is like here's the resource, let's look through the resource together, and how do we make it 
work for you?” The interview responses show that the participants are open to further 
collaboration and that they value the support that is found in professional learning. 
Personal Growth 
The final theme that emerged from the interviews was the idea that support allows for 
growth as ECTs. Reflection is a piece of this growth, and Marie found that the opportunity to 
share ideas in the generative dialogue sessions was an example of reflective practice. She 
explained that for her this process was “almost [like] professional development too because we 




outcome of the support that was built in the generative dialogue sessions. Marie explained that 
she has found the confidence to ask questions and push forward as she grows as a new teacher: 
I will always ask… even if they're intimidating or maybe I'm intimidated by how long 
they've been teaching in their career …I won't let that stop me from asking questions or 
just raising my voice, and just making myself known…I feel like we're more on a level 
playing field and I'm not as intimidated by their experience.  
She went on to explain that being a part of these generative dialogue sessions was “a humbling 
experience and that reflective experience [helped] to push myself to try new things”. Emily 
agreed with this sentiment, explaining that being in these generative dialogue sessions and 
thinking about support has empowered her to keep “trying new things or being more willing to 
take risks knowing other people are kind of in a similar boat”. She shared that she is excited to 
try new things in her classroom feeling supported. 
One of the most powerful dimensions of the support the ECTs found in the generative 
dialogue sessions and their place in the school is the importance of having a voice in 
conversations and decisions that are made. Being able to contribute to the school and have their 
ideas respected was something that was articulated by several of the ECTs. Nick said in his 
experience as an ECT “it's hard to feel sometimes like you've got something of value to 
contribute…but I definitely do feel like the space and place has been made for my voice to be 
heard whenever I do want to contribute something”. Similarly, Marie talked about the exchange 
of ideas between the newer and the more experienced teachers, and that feeling supported is key 
because as she said, “as a new teacher, we also have a lot to bring to the table”. Furthermore, 
Marie explained that by finding their voice as ECTs they feel empowered because now there is 




Additionally, Emily explained that by having a stronger voice she is now able to “ask questions 
that help my practice”. 
Discussion 
 The purpose of this study was to examine the perceptions of support for ECTs engaged in 
generative dialogue, and this involved the introduction of generative dialogue as a discussion 
framework for a small group of ECTs. This inquiry was driven by the question “how can 
implementing generative dialogue impact early career teachers’ perceptions of support?” The 
motivation for the inquiry was to explore ways of connecting and supporting the ECTs in my 
school and action research was chosen for this study because it allowed for an intervention to 
occur during the research process. As an action research study, I needed to understand the 
perceptions of support for a group of ECTs prior to implementation of the generative dialogue 
sessions as an intervention. Data was collected from a pre- and post-questionnaire, observation 
charts from each generative dialogue session, and semi-structured interviews to examine the 
impact on perceptions of support. This study was completed between January and early March of 
2021, a time of the year when ECTs may find themselves coming out of a time of 
disillusionment (Moir, 1999). During this time of disillusionment, which typically occurs in the 
winter, ECTs may “express self-doubt, have lower self-esteem, and question their professional 
commitment. Getting through this phase may be the toughest challenge they face as new 
teachers” (Moir, 1999, p. 22). This study was conducted during the Covid 19 pandemic, which 
has led to increased stress for both experienced teachers and ECTs, and it can be assumed that 
the challenges faced by the ECTs have been compounded by the pandemic. As such, the hope 
was the implementation of generative dialogue would have a positive influence on perceptions of 




were grouped by theme: dialogue, confidence, connection, and support. Data analysis on the 
semi-structured interviews revealed five themes: challenges for ECTs, the role of collegial 
support, the importance of dialogue, professional learning, and personal growth. From this 
analysis, there are several findings that confirm some of the literature that was surveyed, and 
some additional findings that provide new insights on this topic. 
Each of these teachers has their own unique teaching style, and combined with their own 
individual personalities, it is not surprising that there was variation in their responses to the 
questionnaire and the semi-structured interviews. For example, one of my assumptions was that 
isolation was a problem for all of our ECTs, yet as I reviewed their questionnaire data, I realized 
this was the case for some but not all of the ECTs in this study. Similarly, some of the ECTs said 
they prefer a dialogue that is more organic and informal while others have said they like a more 
structured conversation with questions to focus the dialogue. As a result, I believe there is no 
‘one size fits all’ type of support that is best for ECTs; instead, I think it is important to be 
responsive to the needs of the teachers and generative dialogue is a framework that allows for 
this flexibility.  
Changes from the Action Research Study 
Prior to the implementation of generative dialogue, ECTs in the English department were 
not well connected in the school or to one another. Teachers who are in the portables, for 
example, were on the complete opposite side of the school from both of the department’s lead 
teachers and two of the other ECTs in the department. As a result, check ins, collegial 
conversations, and relationships existed but were still quite fragmented. Prior to this study, as a 
lead teacher I made efforts to connect with this group of ECTs but these connections felt too 




discussions were not occurring. At department meetings, there were many agenda items to 
‘check off’ and little time to sit and work together. Certainly, ECTs had little input into what was 
being done at these meetings, and there was little focus on what support they needed in their own 
classrooms. For many, this meant there was no time to share any struggles or challenges, and 
problems were going unresolved. There were few chances to share ideas around teaching and 
what was being done in the classroom. 
After implementation, several changes were observed. Teachers in the study felt more 
connected, despite the inherent isolation brought about by the pandemic and our division into 
separate learning cohorts this year. Conversations have begun as a result of the dialogues, 
between ECTs who may not have had other opportunities to connect. A safe space has been 
created to share, and ECTs now know they are not alone in the struggles they may face. Collegial 
relationships have become stronger, and there is an increase in conversations around teaching. 
ECTs are being listened to, being supported, being given chances to reflect on their practice 
together, and are now more empowered to take risks and try new things in their classroom. It 
should be noted however that we are really just getting started with generative dialogue, but the 
potential exists to keep going and hopefully the positive impacts of this intervention will 
continue to grow. 
Implementation of Generative Dialogue 
The results of this study support the work of Adams et al. (2019) with regards to 
generative dialogue as a framework for fostering support for ECTs, even though this framework 
was not explicitly explained to the participants. Adams et al.’s work states that generative 
dialogue is dependent upon the leader avoiding false praise, suspending judgement and criticism, 




al., 2019, p. 102). They explain it is essential for active listening to occur, and for the leader to 
show an “authentic curiosity about the thoughts, ideas, insights, and conundrums of teachers and 
colleagues that provide and environment of acceptance, trust, and failing forward” (Adams et al., 
2019, p. 105). As mentioned previously, Adams et al. also caution that when facilitating a 
generative dialogue session, the leader must be very focused on listening more than talking. This 
listening stance can be challenging, as I found in the first generative dialogue session. As a 
facilitator, my natural instinct was to jump in and keep the conversation going when there were 
awkward pauses and moments where there was a lull in the discussion.  
Additionally, the results of this study have confirmed the key elements of the generative 
dialogue theoretical framework as an intervention for support. Prior to this inquiry, the 
participants were not familiar with generative dialogue theory or its elements, so it is interesting 
that in their semi-structured interviews many of these aspects of generative dialogue were 
described and alluded to. First, the idea of building a community of practice is a central tenet of 
generative dialogue. By engaging in this series of generative dialogue sessions, a professional 
learning community among the ECTs has developed, something that several of the interviews 
touched upon. This community of practice is contingent on the ECTs being full participants in 
the conversations, and as the observations of the generative dialogue sessions showed, this 
participation grew over the course of the three sessions. A second pillar of generative dialogue is 
that it involves transformative learning. This was confirmed by this group of teachers when they 
said they felt the process had been very reflective and empowering. As the results show, these 
teachers really appreciated the opportunity to hear each other’s stories including sharing some of 
their struggles as ECTs. These results are consistent with generative dialogue theory which says 




aspect is that generative dialogue has a person-centred perspective, and this was an important 
focus when structuring each of the generative dialogue sessions. Trust was essential, and as trust 
developed so too did the comfort levels of the ECTs in the study, and this was observed as a 
change over time from the first dialogue session to the final session. Prompts were used to move 
the conversation along, however, the key was listening and the “mutual respect of the 
contributions of others” (Adams et al., 2019, p. 101). Finally, the generative dialogue sessions 
followed the ideas of Socratic questioning, and as time went on the questions were generated by 
the participants themselves. This allowed for a genuine curiosity to develop, which allowed for 
their unique viewpoints and perspectives to be shared. As such, the process of implementing 
these generative dialogue sessions had many benefits on building support for these ECTs, and in 
turn confirmed many benefits that are also central components of the framework. It also helped 
to answer my emerging question about what ECTs really want as I learned they not only want 
support, but they also want to be listened to, respected, and treated as equals.  
The results of this study support previous research about the experience of ECTs with 
regards to support. Clearly, ECTs face a myriad of challenges, including the many pressures and 
responsibilities of a teaching position, and in some cases isolation from colleagues. Feelings of 
being overwhelmed and burnt out are very common, as shown by the results of the semi-
structured interviews which is consistent with the research done by Daniels and Boring (2014). 
The results are also consistent with the work of Kutsyuruba et al. (2019) who noted that ECTs 
need to find collegial support, build strong relationships, and feel a sense of belonging in their 
schools. This support in turn can potentially reduce burnout and feelings of being overwhelmed 
and allow ECTs to continue to grow as educators. The results of this study strongly suggest that 




confirmed the benefits of teacher dialogue for ECTs which is consistent with the work of 
Mazurkiewicz (2004), Wong (2004), and Adams et al. (2019) in terms of support.  
Whereas past researchers have found similar challenges for ECTs and have explored the 
importance of collegial relationships, support, and the benefits of teacher dialogue, this study has 
shown additional benefits for ECTs that are consistent with generative dialogue theory in 
particular. As suggested, “by listening more and talking less, by describing and clarifying, we 
come to recognize their values, beliefs, opinions, and experiences and often support for reflection 
and, ultimately, professional learning and growth” (Adams et al., 2019, p. 101). One finding of 
this study was that the generative dialogue sessions can provide opportunities for professional 
learning, which is one aspect the ECTs identified as valuable to them. This professional learning 
was a direct result of the ideas shared by the ECTs about strategies they are using in their 
classrooms, lessons they are planning, struggles they have overcome, and questions they have 
related to teaching. In essence, these intentional conversations have opened the doors for 
collaboration and shared professional learning, which can be planned by the ECTs around topics 
that are important to them. Another finding from this study is that by engaging in generative 
dialogue, a safe space was built which allowed the ECTs to be vulnerable and therefore open and 
honest in sharing some of their struggles. Furthermore, the ECTs who participated in the 
generative dialogue sessions have also experienced personal growth such as feeling empowered 
and that they have a voice and the opportunity to contribute their ideas. This again can be tied to 
the generative dialogue sessions because once trust was built the ECTs in the study then felt 





There were several limitations to this study. One limitation is that there was a small 
sample size, and that the teachers were only from one large secondary school. It is possible that a 
study conducted at a smaller school may have different findings. Another limitation was the 
short time frame for data collection, so only three generative dialogue sessions were held and 
therefore the observations on change and growth over time may be minimal compared to a study 
over many months. In addition, research was being conducted electronically and under very strict 
protocols due to the Covid 19 pandemic. As such, there were limits to how we could meet, and 
the inability to meet face to face may have had an effect on the dynamic of the generative 
dialogue sessions. Furthermore, the teachers in this study are not all located in the same area of 
the school, so proximity to one another may have been a limiting factor that impacted their 
perceptions of support. It is possible the results would be different if all of the ECTs were located 
in the same part of the school.  
Implications 
Despite these limitations, these results suggest that indeed generative dialogue, as a 
structure for professional conversation, can have a positive impact on perceptions of support for 
ECTs. Generative dialogue requires no special training to implement; rather it requires a shift in 
teachers’ thinking and a focus on listening to one another. Therefore, it is something that can be 
used in any school and with a variety of groups. While it was used in this study with a group of 
ECTs from the same department, it could be used in any department within a school and at any 
grade level and can include teachers of varying experience levels. However, the key is to allow 
the ECTs to have the chance to feel like they have a safe space to talk, so trust and a focus on 
listening to one another are essential for generative dialogue to work well. Furthermore, 




terms of future research, it would be helpful to implement generative dialogue at another school 
or department to add to the findings of this study. If, as this study suggests, generative dialogue 
is beneficial in the short term over just a few months, it would be interesting to study its impact 
over the course of a year or several years.  
In my context, one implication of this study is that we can continue meeting as a group 
and talking about issues that arise as ECTs. This particular group of teachers has indicated a 
desire to share resources, ideas, and strategies, and so there are now opportunities for 
collaboration stemming from this generative dialogue. Conversations about areas of particular 
interest such as assessment and planning can begin. Similarly, informal conversations and 
collegial support that is found in these generative dialogue sessions can continue to grow, and 
additional ECTs can be invited to join this group. ECTs can continue to take ownership of the 
conversations, thus continuing the evolution of the generative dialogue process that was evident 
in the observation charts that were analyzed. Furthermore, ECTs can continue contributing to 
learning conversations in meaningful ways, sharing their innovative ideas, learning from one 
another, building their professional learning community, and having a positive impact on the 
department and school.  
Generative dialogue is just one intervention that can be used to provide support for ECTs; 
I believe there is tremendous potential for its use in mentoring and induction programs for ECTs. 
It is clear that there is a need for these types of programs, and by using this framework these 
conversations about support can begin at the school level. The work of Sharpe and Nishimura 
(2017) suggests that mentoring is rooted in trust and deep listening. They also speak to the 
importance of holding space for the mentee to problem solve, something that complements this 




dialogue is an essential piece of a strong induction program. Therefore, by adding generative 
dialogue to existing programs of this nature, or by creating new programs rooted in the key 
elements of generative dialogue, a comprehensive support network can be built that allows ECTs 
to have a voice and opportunities to identify the support that they really need. Additionally, when 
this occurs at the school level, the support that is found is specific to the context of the ECTs, 
and it creates collegial support. 
However, by moving forward it is important to remember the key elements of generative 
dialogue outlined by Adams et al. (2019) that have been confirmed by this study, including 
practicing effective listening, suspending judgement, encouraging responsibility, conveying 
positive regard and presuming professional competence. It is important that these generative 
dialogue sessions not just become traditional department meetings that are burdened with a large 
agenda of items that must be addressed; rather, the focus needs to be keeping the conversation 
going and building this learning community. While the nature of generative dialogue may seem 
informal, there must be intentional time set aside for these conversations to happen. If more 
experienced teachers join the dialogue, it is essential to remember to prioritize listening to ECTs 
and to ensure that they feel respected and that they have a voice. The ECTs must continue to be 
allowed to move the conversations in the direction that addresses their needs.   
Finally, ECTs must be encouraged to share their ideas and be given a voice in other 
meetings in the school. In fact, it can be suggested that based on this study, generative dialogue 
may support the notion of distributing and sharing power within professional learning 
communities, similar to Palmer’s (2017) concept of “The Community of Truth”, where all 
participants, in this case teachers, are treated as equals and are encouraged to share their 




from this study that generative dialogue fosters more equitable participation by ECTs, this may 
strengthen a collaborative sharing of knowledge. This idea connects to the need for a 
comprehensive model of support for ECTs because the findings of this study show that support 
for ECTs in a school is effective when teachers can find support from multiple sources, including 
each other. In turn, this idea complements the findings of this study with regards to the collegial 
support, relationships, professional learning, and personal growth that were found in the 
generative dialogue sessions.  
Directions for Further Research 
In terms of future research, it would be useful to extend the current findings by 
examining the potential of using generative dialogue with ECTs in other settings. Though this 
present study has focused on ECTs in just one school, there is a need for research that examines 
the role generative dialogue can play in support for a group of teachers from more than one 
school. If, as the present study suggests, generative dialogue is beneficial for ECTs in a short 
term of several months, there is a need for research that explores whether it has an impact on 
ECTs over a longer period of time up to a period of several years. It would be helpful to follow a 
group of teachers over several years and examine the impact this intervention has one their long-
term perceptions of support. Additionally, it would be useful to extend beyond the focus on one 
department and determine whether a generative dialogue structure can be effective with a group 
of ECTs from more than one department. As well, the relationship between generative dialogue 
and both professional learning and personal growth are potential areas for further study. 
Furthermore, while the connection between the implementation of generative dialogue 
and support has been examined by this study, there still remains a gap in the research between 




has on teacher attrition. Similarly, there is a need for research to examine the exact role that 
generative dialogue can play in strengthening mentoring and induction programs.  
Recommendations 
It is clear from this study that the generative dialogue framework can have a positive 
impact on perceptions of support for ECTs. In addition, there is potential to continue using 
generative dialogue to build additional support for ECTs in my school and district. As a result, 
several recommendations can be made from the outcomes of this study: 
 Continue with generative dialogue sessions specifically for ECTs and invite other ECTs who 
are new to the department to join this professional learning community 
 Prioritize setting aside intentional time to connect with ECTs and ensure that they have a 
voice in the English department 
 Use the information from the generative dialogue sessions to inform other supports that the 
ECTs identify as a need 
 Implement generative dialogue at regularly scheduled English department meetings for 
teachers of all experience levels to create a safe space to share ideas and for teachers to 
engage in sustained professional learning 
 Share the generative dialogue framework with other lead teachers and departments within the 
school through professional development or collaborative meetings as a way to support ECTs 
in other departments 
 Explore ways to create on-site induction and mentoring rooted in generative dialogue 





The present study has added to an understanding of the relationship between generative 
dialogue and perceptions of support for ECTs. While it is clear that ECTs will face challenges as 
they begin their careers, generative dialogue is one way to provide support through conversations 
about teaching. It is also evident in both the literature reviewed and from the research in this 
study that collegial support, connection, positive relationships, opportunities for conversations 
about teaching, and on-going professional learning are essential for ECTs as they continue to 
grow as teachers. It is essential listen to ECTs and ask what they need, and this study has shown 
that generative dialogue is an effective framework for supporting ECTs. However, this is just one 
piece of a comprehensive way to support ECTs. I believe that several types of support are 
possible and necessary to support ECTs and this should include generative dialogue along with 
mentoring, induction programs, and the creation of professional learning networks and 
communities. In this study, generative dialogue was shown to have a positive impact on the 
ECTs involved in the study and therefore I believe it should be implemented more often as a 
support strategy.  
Since the start of this study, I have learned so much about the ECTs at my school and 
their ideas about support. However, the most significant learning for me has come from the 
implementation of generative dialogue itself. For example, I have learned that ECTs have a 
strong desire to contribute to their schools early in their careers, and that when given an 
opportunity to share they have a wealth of information and ideas to bring to the table. 
Furthermore, I have learned that there is incredible power in listening and holding space for 
others to share their stories, and I have been reminded how important it is to connect and build 




conversations focused on teaching and learning, and I have learned that generative dialogue can 
provide a flexible structure for these discussions. Perhaps most surprisingly I have learned that 
ECTs do not just want to be given resources and materials to use; instead, they want to co-create 
units and lessons, and to collaborate and learn alongside one another and experienced teachers. 
By implementing generative dialogue, I learned that ECTs can indeed support one another 
collegially, and that there is rich professional learning that comes from these conversations. 
This program has transformed me as an educator. I feel called to advocate for the ECTs I 
teach with, and I am committed to giving them opportunities to have their voices heard within 
my school. Since the start of this program, I have become acutely aware of the challenges ECTs 
face as they begin their careers. However, perhaps more significantly during the course of this 
study, I have become aware of the contributions that ECTs can make to the English department 
and to the school community if they are given the opportunity to have a voice. The ECTs in this 
study have excellent ideas that need to be heard by others in the department. I have developed a 
renewed respect for the progressive ideas around curriculum and pedagogy that ECTs can offer 
to a school. I have also gained an awareness of the importance of many layers of support for 
ECTs, and I am learning about the role that I can play in building this support. 
Prior to this inquiry, I was unsure of the role a lead teacher could play in supporting 
ECTs within a school. I was aware of district mentoring programs, and yet I could still see at the 
school level that there was potential to do more. As I reflect on the past few months, and the 
work that has been started with this group of ECTs, I am reminded that “change can come from 
the bottom, from grassroots efforts and groups or people who want to see things done 
differently” (Gallagher & Thordason, 2018, p. 17). At first, it was tempting to see the role of lead 




department, and I thought my most important role in terms of support would be to answer 
questions, share resources, and problem solve for others. Certainly, that is part of the role, but 
this inquiry has transformed my way of thinking of what it means to be a lead teacher. I now see 
my role as being one who can bring teachers together, whether ECTs or teachers of varying 
experience levels, and that the most important support I can give is to listen and find ways to 
empower the teachers in my department, and to be their advocate when needed. I have learned 
the most about supporting ECTs by listening to them and letting them take the lead in 
conversations. For me the most exciting part of this study is that this is just the beginning of 
working with these teachers, and I am looking forward to learning from them and with them in 
the future.  
It has been said that “teachers working with teachers is the most effective way you can 
improve schools” (Hargreaves & O’Connor, 2018, p. 10). By implementing generative dialogue 
with a small group of ECTs in just one school, these teachers have built their own professional 
learning community rooted in support, and as a result I am confident it will benefit not only the 
teachers involved, but our department as a whole. Ultimately, the goal is to keep teachers in the 
profession, and by investing time in supporting our ECTs it will benefit our school and students 
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Please read the questionnaire and complete it based on your current experiences teaching at our 
school. 
 
1. Please check all that apply: 
 I am an Early Career Teacher (less than five years of experience) 
 I have a formal mentor 
 I am part of the School District 33 mentoring program 
 
2. I feel connected to other teachers in our department and subject area in this school 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
3. I feel isolated from the rest of the school 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
4. I have opportunities to talk with other educators about my teaching 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
5. I feel supported to improve my teaching as an early career teacher in this school 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
6. When my colleagues ask me probing questions, it helps me feel supported as a new teacher 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
7. I can find support when I am faced with challenging situations in my classroom 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
8. I am aware of supports in our school 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
9. I am aware of curricular supports in our district 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
10. I have colleagues I can turn to for support and to ask questions 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
11. I have been offered formal support as a new teacher at this school 





12. I am confident in my assessment practices 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
13. I am confident in my classroom management 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
14. I am confident in my ability to plan lessons in our current timetable 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
15. I feel overwhelmed by all the aspects of being a teacher 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
16. I feel like my workload is hard to manage 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
17. I am able to get regular feedback on my own teaching practices 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
18. I would like to have more opportunities to collaborate with colleagues and share ideas 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
19. I would like to have more opportunities to be in dialogue and conversation with colleagues 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
20. When I am meeting with colleagues, I like to know the discussion topics prior to the session 
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Please read the questionnaire and complete it based on your current experiences teaching at our 
school. 
 
1. Please check all that apply: 
 I am an Early Career Teacher (less than five years of experience) 
 I have a formal mentor 
 I am part of the School District 33 mentoring program 
 
2. I feel connected to other teachers in our department and subject area in this school 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
3. I feel isolated from the rest of the school 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
4. I have opportunities to talk with other educators about my teaching 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
5. I feel supported to improve my teaching as an early career teacher in this school 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
6. When my colleagues ask me probing questions, it helps me feel supported as a new teacher 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
7. I can find support when I am faced with challenging situations in my classroom 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
8. I am aware of supports in our school 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
9. I am aware of curricular supports in our district 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
10. I have colleagues I can turn to for support and to ask questions 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
11. I have been offered formal support as a new teacher at this school 





12. I am confident in my assessment practices 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
13. I am confident in my classroom management 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
14. I am confident in my ability to plan lessons in our current timetable 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
15. I feel overwhelmed by all the aspects of being a teacher 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
16. I feel like my workload is hard to manage 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
17. I am able to get regular feedback on my own teaching practices 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
18. I would like to have more opportunities to collaborate with colleagues and share ideas 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
19. I would like to have more opportunities to be in dialogue and conversation with colleagues 
 Strongly Disagree         Disagree        Agree        Strongly Agree 
 
20. When I am meeting with colleagues, I like to know the discussion topics prior to the session 


























Generative Dialogue Observation Chart 
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 “Perceptions of Support for Early Career Teachers Engaged in Generative Dialogue” 
 
Semi-structured Interview Questions 
 
1. What does support look like to you?  
2. Reflect on your experience as a participant in the generative dialogue sessions: 
a. What was the most beneficial part? Why? 
b. What was the most surprising aspect? 
c. Will this impact your own teaching? Explain. 
3. As an early career teacher, where and/or with whom are you able to find support? 
4. Have your perceptions of support changed as a result of these dialogue sessions? If so, 
how? 
5. What additional supports would be helpful at this stage in your career? 
6. If this process were to continue, what topics would you want to explore? 
7. Do you have any questions for me? 
8. What pseudonym would you prefer for anonymization of the data? 
 
